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Abstract: 
Extensive Reading (ER) is currently widely utilised in many Japanese 
secondary schools and universities, primarily as a way to expose second 
language (L2) learners to English. Based on reviewed literature, the 
researchers of this study conducted a small-scale experimental 
investigation into the learner perceptions and opinions regarding two 
forms of ER post-reading activities: Reading Journals and Book Reports. 
In examining the results concerning these different ER post-reading 
activities, the researchers found that students tended to favour Reading 
Journals over Book Reports. Additionally, this paper further sought to 
provide insight and possible suggestions for future ER use in Japanese 
tertiary-level EFL contexts. 
 
Introduction 
Recently, Extensive Reading (ER) can be said to be making a resurgence of 
sorts. Thanks in part to the advancement of digital media tools, online services 
and websites, and also due to an institutional refocusing to lengthy reading-based 
tests such as the Testing of English as a Foreign Language (TOEFL); an 
increasing number of teachers within Japanese universities are incorporating ER 
and subsequent activities into their courses. Unsurprisingly, this has led to an 
expanding body of contemporary research with many studies investigating the 
impact ER and its related activities have upon L2 learner acquisition (Aliponga, 
2013; Chun, 2012, Nishizawa, 2010; Waring, 2011), motivation (de Burgh-Hirabe, 
2013; Yamashita, 2013), as well as cognitive processing and reading ability 
(Singhal, 1998; Taguchi, 2012; Yamashita, 2002).  
 
Background 
As stated by Warring (2011), ER programs are making a comeback, and many 
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contemporary investigations can be found focusing on areas ranging from L2 
acquisition impact, motivation, and reading ability as ER is widely considered to 
have positive effects on learners L2 acquisition. This is in line with Krashen's 
Input Hypothesis where the more learners read, the more input they experience 
and the more chances they have to acquire knowledge (Yamashita, 2013, p. 249). 
Robb (2002) supports Krashen’s theory of L2 input, pointing out that the primary 
goal of ER is to "have students read more in order to increase their exposure to 
syntax, lexis and perhaps cultural knowledge of the target language" (p.146). 
Further literature postulates that reading skills are improved through sufficiently 
long and involved ER programs (Lituanas, 2001; Nishizawa, 2010), and 
vocabulary benefits, while varied, and often incidental and sometimes inconclusive, 
show a generally positive correlation (Kweon, 2008), with some research placing 
ER on par with Paired-Associate Learning for vocabulary development (Chun, 
2012). The ability to read is considered a durable skill, both in L1 and L2, and in 
L2 in particular it is of great utility (Singhal, 1998); indeed, through reading to 
gain information, learners are often able and required to utilise their productive 
skills, reinforcing the need and benefit of honing ones reading ability (Aliponga, 
2013). 
In conducting an ER program, there are many things for teachers to take into 
account. Aliponga, citing Bamford and Day's ten principles for ER (1997), 
reiterates that students need to choose what they read, that they take part in 
post-reading activities and track their reading progress, and that teachers guide 
and set examples as a model ER-reader (2013). The majority of these principles 
focus on the motivation of students to read in the target language. Students should 
be given an environment and materials with which to "Read quickly and 
Enjoyably with Adequate comprehension so they Don't need a dictionary", (p. 3) or 
R.E.A.D for short; this is, according to Warring (2011), of prime importance. 
Additionally, as stated above, the level of text difficulty used for ER should be easy 
enough that students do not need to translate words, thus avoiding a return to 
decoding (Nishizawa, 2010). In this way, it is hoped that as students speed of 
reading increases, their anxiety towards ER decreases and motivation to read in 
L2 rises (Yamashita, 2013). However, as de Burgh-Hirabe (2013) notes, motivation 
for a given activity, or topic, is not solely limited to attitudes for that activity/topic 
alone. Attitudes concerning school, education, and the learning environment in 
general may well intermix in a complicated fashion. 
Indeed, while motivation remains important for ER, as it is for other aspects 
of L2 acquisition, there are, however, some concerns to consider. Robb (2002) 
somewhat opposes Bamford and Day's third principle that learners should choose 
what to read by claiming: 
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"Principle 3, that learners choose what to read, assumes that learners 
should be responsible for their own learning, a concept which is 
au-courant in US educational circles and language teaching in general. 
While a laudable goal, it is not, unfortunately, extendable to the 
teaching/learning cultures of many non-Western societies" (p. 146). 
 
Here, we can also find agreement from Yamashita's investigations which, 
despite demonstrating (as shown previously) that ER reduces learners anxiety 
towards L2 reading, perceived practical values remained unchanged even though 
the amount of reading they did would be reflected in their overall course grades 
(2013). 
From a management and utilisation perspective, Warring (2011) also notes 
that many ER programs may not succeed with their aims, not chiefly from lack of 
enthusiasm and motivation, but due to inadequate planning and poor execution. 
Additionally, Warring postulates that an ER program should, "be built upon 
management and pedagogical systems which can be expanded or contracted with 
minimal pain as the program evolves" (2011, p. 6). Additionally, tracking a 
student's progress, always important to teachers, could well be of heightened 
importance in the Japanese context when the previous concerns are considered 
(Aliponga, 2013). A variety of tracking options derived from post-reading activities 
such as summaries, book reports, student discussions, quizzes, and vocabulary 
logs to name a few should be considered and employed as required.  
In summation, the majority of current literature has focused on the utility 
and motivation that ER provides for L2 learners of English. Therefore, this study 
instead looked to investigate student perceptions and attitudes toward ER and 
two subsequent post-reading activities. The overall goal of the study was to 
determine whether teachers and educators could provide more meaningful 
opportunities for students to review, practice, and improve their ability to read in 
English. Specifically, this study attempted to shed light on the effectiveness of 
using Reading Logs during reading and either Book Reports or Reading Journals 
as post-reading activities within general-English courses at a Japanese university. 
The research questions that guide this study are: 
 
1. What are students’ general attitudes toward ER as a course requirement?  
2. What are students’ perceptions toward the effectiveness of post ER related 
activities? 
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Method 
 
Participants 
A total of 45 students from a private university in the Kansai region of Japan 
participated in this study and were selected because of their direct connections to 
the two researchers, creating a convenience sample. Thus this study cannot claim 
to accurately represent the views of language students throughout all of Japan. 
Participant data collected comprised of 19 male and 26 female students who were 
beginning their second year of university. At the time of the study, all participants 
had Test of English as a Foreign Language (TOEFL) scores ranging from 420 to 
490 and would be considered beginner to intermediate level English learners. 
Participants also came from several different departments including 21 
humanities majors, 21 Economics majors, and 3 Theology majors. Finally, the 
participants were enrolled in an elective, two-semester general English course, 
which required the students to read graded readers on a weekly basis. 
 
Instruments 
A quantitative approach was used for this study to investigate the attitudes 
and perceptions of for consistency Japanese university students’ use of Reading 
Logs, Reading Journals, Book Reports, and Graded Readers, which are extensive 
reading books. The 17-statement questionnaire included both question-type and 
statement-type items and was divided into three sections.  
Section One consisted of five question-type items that asked students about 
their general impressions toward their learning including improving vocabulary 
knowledge and their experiences of using Grader Readers, also known as 
Simplified Reading materials to improve reading ability. Specifically, statement 
items asked whether students felt that reading books in English helped improve 
their reading ability overall (S3), vocabulary acquisition (S4), and understanding 
of written English (S5) among other things.  
Section Two contained six statement-type items and asked students to reflect 
on and give impressions of doing either Reading Journals or Book Reports. In 
particular, statement items asked students whether completing either Reading 
Journals or Book Reports helped improve their ability to summarize content in 
English (S3) and (S4), or give their opinion in English better (S5) respectively. 
Section Three also had six statement items and asked for student attitudes 
towards completing Reading Logs, which, for example, asked students to record 
their reading time or review vocabulary from their books. Additionally, Reading 
Logs correlated with students’ use of Reading Journals or Book Reports. 
Statement items in this section asked students whether completing things like the 
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vocabulary review sheet helped them better remember or understand the 
vocabulary from the book (S2) and (S3) or the time-tracking sheet helped them to 
focus on their reading (S5) or whether the Reading Log helped them to complete 
their Reading Journals or Book Reports (S6).  
 Responses were scored on a Likert scale from one to five, with one coded as 
strongly disagree and five as strongly agree. An initial questionnaire was first 
created in English and assessed by two native English speaking professors based 
on Fowler’s (2002) principles of reliability including use of English lexicon, 
absence of biased words and phrases, item formatting, standardized response 
expectations, and clarity of instruction. The questionnaire was amended based on 
reviewer feedback and then translated into Japanese by the researchers. After 
piloting the questionnaire to an independent volunteer group of native Japanese 
students, further modifications were made to both statement items, including 
word choice and directions to ensure a comprehensible and reliable questionnaire 
and to minimize any language-related misinterpretations. The final version of the 
questionnaire was distributed in both Japanese and English including all 
instructions, statement items, and rating scales in order to ensure that 
participants sufficiently understood the procedure. 
 
Procedure 
Research was carried out over 10 weeks during the first semester of the 
students’ second year of university. During the course of the semester students 
were required to read Graded Reader books on a weekly basis and regularly 
update their Reading Logs accordingly. Additionally, students were assigned to 
complete either Book Reports or Reading Journals depending on class 
consignment. At the end of the semester after students had completed all 
requirements of the course, the researchers administered the questionnaire online 
through Google Documents to allow students the time to answer each question 
honestly and completely. After all questionnaires were completed, separated, and 
organized based on classes, the researchers conducted independent T-tests to 
compare the data means of each sample class. The outcomes for each data set are 
presented and examined in detail in the subsequent section below. 
 
Results & Discussion 
The results of the questionnaire have been collated and presented in the 
following tables and subsequent discussions based on the data are in line with the 
research questions proposed for this study.  
Table 1 below shows the results of the participants’ general impressions of ER 
and, in particularly, to reading as a course requirement.   
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Table 1: General impressions (Section 1) 
Questions Average Reading Journal Book Report
1. I enjoyed reading books in English 3.89 3.90 3.88
2. I enjoyed reading English books as part of a class 
requirement.
3.49 3.43 3.54
3. Reading Graded Readers helped improved my reading 4.18 4.19 4.17
4. Reading Graded Readers improved my vocabulary 3.78 3.71 3.83
5. Reading Graded Readers improved my understanding of 
written English
4.07 4.19 3.96
  
As shown above, the participants’ general impressions of ER display positive 
values between 3.4 and 4.2. It would appear that students in both theReading 
Journal class and the Book Report class, on the whole, felt similarly about reading 
Graded Readers. The differences and variances in their opinions do not seem to 
vary to a large degree. This was confirmed by an independent-samples T-test, 
which demonstrated that there was not a significant difference in the scores 
between the Reading Journal class (M=3.88, SD=0.11) and the Book Report class 
(M=3.87, SD=0.05) conditions; t(7)=0.06, p=0.95. According to these results and 
the corresponding T-test results, it can be assumed that the majority of 
participants generally view the reading of Graded Readers in class, as part of their 
course grade, similarly beneficial. This conjecture seems to be supported by the 
overall positive perceptions displayed in S3. Here, participants in both sample 
classes felt that reading Graded Readers had an improved outcome on reading 
ability. While there was no direct question referring to their type of post-reading 
activity here, it is possible to suggest that their post-reading activity had little 
impact on their overall impressions of ER. In this sense, we can surmise that the 
participants found reading Graded Readers as part of their course a generally 
positive experience, and though they also view it as generally useful to help 
improve their English reading and vocabulary skills, there is no quantitative data 
to support their impressions.  
Table 2 below shows the participants’ impressions of the two post-reading 
activities with regards to how they feel the activities improve their English 
abilities. 
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Table 2: Impressions on Book Reports and Reading Journals (Sections 2 and 3) 
Questions Average Reading Journal Book Report
1. I felt that writing a Book Report/Reading Journal 
was beneficial for my English learning overall
3.54 4.24 3.54
2. I felt that writing a Book Report/Reading Journal 
helped me understand the books that I read.
3.75 3.90 3.75
3. I felt that writing a Book Report/Reading Journal 
improved my ability to summarize information in 
English
3.71 4.14 3.71
4. I felt that writing a Book Report/Reading Journal 
helped me practice summarizing information in 
English
3.67 4.05 3.67
5. I felt that writing a Book Report/Reading Journal 
improved my ability to give my opinions in English on 
the books I read
3.54 3.95 3.54
6. I felt that writing a Book Report/Reading Journal 
was useful to practice giving my opinions in English 
on the books I read
3.71 3.90 3.71
 
As seen in Table 2, again participants in both classes demonstrated positive 
values between 3.54 and 4.24. However, the observations shown by the 
participants in the Reading Journal class are higher than their counterparts in the 
Book Report class across all categories. An independent-samples T-test was 
conducted, and there was found to be a significant difference in the scores between 
the Reading Journal class participants (M=4.03, SD=0.02) and the Book Report 
class participants (M=3.65, SD=0.01) as the data demonstrates; t(9)=5.66, 
p=0.00031. These results, therefore, show a significant difference between the 
participants' impressions of the utility of Reading Journals vis-à-vis Book Reports 
as a post-reading activity; that is to say, the participants who completed the 
Reading Journals strongly felt that completing this post-ER activity helped them 
to better facilitate their overall English learning, as well as improve their ability 
to give opinions, to summarise content, and to better understand the books that 
they had read. The researches believe that the overall positive perceptions 
displayed by the participants could be a direct result of the Reading Journals 
being far more directed in their activities compared to a single book report. These 
activities involved summary writing of the book, interpreting a section of the story 
that really interested them, as well as noting down and writing sentences with 
new vocabulary that they learned. Perhaps this higher level of interactivity or 
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deeper engagement with the books gave the participants a higher overall 
impression for the Reading Journals. 
Table 3 below consolidates the data from Section 4 of the questionnaire 
concerning supporting activities for ER such as completing the Reading Log, 
which contains reviewing vocabulary, tracking reading times, and general 
summary sheets. 
 
Table 3:Impressions on Reading Logs, Vocabulary Review, and Time-Tracking 
(Section 4) 
Questions Average Reading Journal Book Report
1. I felt that completing the Reading Log was beneficial to my 
English learning overall
3.29 3.38 3.21
2. I felt that completing the Vocabulary Example Sheet helped 
me remember vocabulary from the books I read
3.42 3.52 3.33
3. I felt that completing the Vocabulary Example Sheet helped 
me understand the meaning of words from the books I read.
3.49 3.43 3.54
4. I felt that completing the Time Tracking Sheet helped me 
focus on my reading.
2.91 3.19 2.67
5. I felt that completing the a General Summary Sheet helped 
me focus on my reading.
3.27 3.29 3.25
6. I felt that completing the Reading Log helped me complete 
the Reading Journal or Book Report
3.36 3.48 3.25
 
As highlighted in Table 3, the results of both participant classes were 
generally positive and range from 2.67 to 3.52, though the participants in the 
Reading Journal class expressed slightly higher responses overall across most of 
the categories compared to the responses from the Book Report class. Despite this, 
results of an independent-samples T-test showed no significant difference in the 
scores between the Reading Journal class (M=3.38, SD=0.02) and the Book Report 
class (M=3.20, SD=0.08) conditions; t (7)=1.33, p=0.22. The results suggest that 
while participant reflections of the Reading Journal class were slightly more 
positive than the responses of their counterparts in the Book Report class toward 
the supporting ER activities within the Reading Log, the overall attitudes of all 
the participants do not seem to place much value on the supportive activities in 
general. As evident in Table 3, both the highest and the lowest results and the 
averages are quite instructive. The lowest result (2.67), filling out the 
Time-Tracking sheet, asked students to record how long and when they read their 
Graded Readers each week. Although this activity might seem useful in theory as 
a way for students to monitor their progress, it was not perceived beneficial by the 
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majority of participants in this study. It could be possible that the participants 
didn’t fully understand the importance of this activity or perhaps they needed 
more explanation of the benefits of completing this activity. Similarly, the highest 
result, 3.54, can be found in response to reviewing vocabulary. Perhaps participant 
attitudes were only slightly positive because they may feel there are more 
beneficial ways of reviewing vocabulary. It is also plausible that the participants 
may have felt that the Reading Log and its subsequent activities was useful, but 
when compared to other supporting ER activities like Reading Journals and Book 
Reports, it was perceived less beneficial overall. This assumption seems to be 
supported by the participants’ slightly positive responses given to S6, completing 
the Reading Logs helped support the completion of either the Reading Journals or 
Book Reports. Therefore, future use of Reading Logs might be better used or 
perceived more positively by students if it is a voluntary rather than a mandatory 
activity when Reading Journals or Book Reports are already being incorporated 
for ER study. 
 
Conclusion 
This research paper, based on a small-scale study with only 45 participants, 
cannot concretely represent the full range of tertiary-level English learners in 
Japan. Despite this, however, the results of this investigation do seem to suggest 
that a more comprehensive post-reading activity, as represented by Reading 
Journals, was received more positively and was seen as a greater benefit to 
students than the more standard Book Report activity. In this sense, it can be 
loosely posited that Reading Journals hold a higher "value-expectancy" than Book 
Reports, as they include more learning-related elements and require more time 
and critical thinking to complete. 
This research, however, yet remains limited, both in scope as well as in scale. 
Although, as previously stated, the participants generally reviewed the Reading 
Journals more favourably, the researchers did not examine the views of the 
teachers implementing the post-reading activities. The time taken to conduct each 
activity, both by the participants and teachers, in and out of class, could also have 
been investigated to help paint a clearer picture of the necessary inputs-to-outputs 
ratio. Furthermore, while the questionnaire was able to demonstrate the 
differences in averaged opinions of each group of participants regarding their 
post-reading activities, the varying teaching styles and objectives could not be 
accounted for; at best, these results represent a snap-shot of one activity in 
isolation. The overall English levels of the participants, as mentioned, and their 
L1 reading motivation, also required further consideration. 
Future research then should seek to replicate a similar, yet larger, study 
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across different institutions in order to ascertain L2 learners’ opinions regarding 
various post-ER activities. It would also be possible, and indeed beneficial, for a 
more controlled study to investigate the varying impressions regarding ER from 
the participants taking the same course. 
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